This study investigated whether the simple view of reading framework is sUIψorted among UIψer elementary Korean EFL learners. Specifically, the relative contributive power of two emergent Iiteracy factors, word decoding and Iinguistic comprehension abilities, which have been identified as the main determinants of successful reading comprehension, was examined. Ninety nine fifth grade students in Korean elementary school participated in this research, and their decoding skills, listening comprehension abilities, and reading comprehension in English were measured. The findings revealed that both English de∞ding skills and Iinguistic comprehension ability were significant predictors of their English reading comprehension, which sUIψorts the simple view of reading within the Korean EFL context. Specifically, decoding skill explained more of the variance, compared to Iinguistic comprehension, in reading comprehension when controlling for each other. The result is discussed 띠 terms of the overall development of L2 proficiency and the role of L2 exposure in L2 reading comprehension development.
INTRODUCTION
To date, there has been a tendency for early or elementary reading instruction to focus on teaching basic reading skills such as phonics. However, given that the ultimate goal of • This study was funded by the National Research Foundation of Korea Grant funded by the --Korean Government .
Corresponding and first author: Yusun Kang Yusun Kang, Yu띠 eong Choi, Boseuk Lee, Kyoungoak Nam reading is to comprehend what the text is about, thus constructing one's own meaning through active interaction with the text, teaching such basic reading skills might not be sufficient for facilitating reading development throu양1 which one gradually becomes a successful and independent comprehender 띠 the long run. In fact, being a good reader entails much more than merely decoding discrete words. As Snow, Burns and Gri삐n (1 998) asserts, " skilled readers are good comprehenders. They differ from unskilled readεrs in their use of general world knowledge to comprehend text literally as well as to draw valid inferences from texts, in their comprehension of words, and in their use of comprehension monitoring and repair sσategies" (p. 62). From this perspective, much research has attempted to identi한 language and literacy factors that relate to reading comprehension, and has revealed that two major factors that play a crucial rolein reading comprehension are word decoding skills and general linguistic comprehension abilities. One of the widely accepted models of reading comprehension is the simple view of reading (SVR), first posited by Gough and Tunmer (1986) . In this framework, reading comprehension is explained simply by the product of two components, decoding and linguistic comprehension abilities, and the lack of either one leads to unsuccessful reading comprehension. Although other factors, such as age, phonological and orthographical system of the target language, and vocabulary knowledge, may play equally important roles in reading development, it is important to assess the validity of the SVR before disceming the complex relationships among these factors. That is, there is a need to first investigate whether the two m에 or language and literacy factors that have been uniformly identified as the main determinants of reading success are applicable universally. Considering that the role ofthe two major reading sub-components may be manifested differently in frrst (Ll) and second language (L2), and in second versus foreign language contexts, it is necess없y to document what factors account for and how much they contribute to reading comprehension in L2 in order to provide specific implications for sound reading instruction. However, although numerous studies have increasingly examined the respective role of different reading comprehension-related factors, most of them have focused on monolinguals where 11. LlTERATURE REVIEW In recent years, numerous studies have tried to identify the specific language and literacy factors that contribute to effective and successful reading comprehension and uniformly documented two main components: decoding, which is the ability to read both real and pseudo words by matching letters to the corresponding sounds, and linguistic comprehension 1 , which is an ability to understand and process spoken language (Catts, Hogan, & Adlof, 2005; Dreyer & Katz, 1992; Hoover & Gough, 1990) . Processing spoken language requires a number of different sets of language abilities, such as grammatical knowledge, vocabulary knowledge, and the ability to discriminate and process sounds. πlUS linguistic comprehension is not simply consσained to oral language (production) skills, but includes many different language sub-skills. Many existing studies have utilized listening comprehension as a measure for linguistic comprehension, as completing such a task requires the learners to integrate the language sub-skills that are similarly required in understanding and processing spoken language. However, it should be cl때fied that listening comprehension is not equivalent to and cannot replace linguistic cornprehension skills.
Previous research on the joint effects of decoding and linguistic comprehension has repeatedly revealed that these two components are closely related to reading comprehension, which has led to a wide acceptance of the 'simple view of reading (SVR)' first proposed by Gough and Tunmer (1986) . According to the SVR frarnework, reading comprehension (R) is the product of decoding (D) and linguistic comprehension (LC) as in the form띠a， R = D x LC. Accordingly, both decoding and linguistic comprehension play an essential p따t in reading comprehension. In general, the SVR seπes as a theoretical model to explain reading development, which in turn hi양ùights the potential diffic버ties involved in reading comprehension. More specifically, if one does not have either decoding skills (D=O) or linguistic comprehension (LC=O), reading comprehension will not occur (R=O). In li맹t of this frarnework, much research has been conducted in monolingual contexts, and numerous cases supported the SVR by docurnenting the presence of the joint effects of decoding and linguistic comprehension (Adlof, Catts, & Little, 2006; C따ver， 1997; Chen & Vellutino, 1997; Conners, 2009; Cutting & l " Linguistic comprehension", " language comprehension", "oral language comprehension", and " listening comprehension" are used interchangeably in this body of research studies to refer to the ability to understand spoken language. Hoover and Gough (1990) , who were one of the fust to discuss the simple view of reading, used the term " linguistic comprehension", which was measured with Iistening comprehension abilities. Others have measured Iistening comprehension 뻐ψor other factors such as vocabulary knowledge, and referred to the construct with the general term, " oral language proficiency". In this study, the tenn "Iinguistic comprehension" is used, following Hoover and Gough (1 990). on the other hand, several studies have shown that listening comprehension contributes significantly to reading comprehension even after controlling for the effects of decoding skills Høien-Tengesdal, 2010; Savage, 2001 ). For example, Adlof et al.
(2006) examined word recognition and listening comprehension skills of 604 English monolingual students followed longitudinally from second throu앙1 eighth grade, and demonstrated that listening comprehension was a stronger predictor than decoding abilities when the participants were in ei방1th grade. In specific, listening comprehension explained almost all of the variance in reading comprehension Prediction ofKorean EFL 1않rners ' English reading comprehension abilities: An examination ... 27 Gough, Hoover, & Peterson, 1996; Vel1utino et al., 2007) . That is, linguistic comprehension seems to play an increasingly important role with age. In fact, in the previously mentioned study by Adlof et al. (2006) , it was decoding skil1 that explained as much as seven times more unique variance in reading comprehension compared to listening comprehension when the participants were in second grade. In another longitudinal study, Chen 뻐d Vel1utino (1997) exarnined a number of reading sub-skil1s, inc1uding reading comprehension, language comprehension, and decoding skil1, and revealed that decoding skil1 and language comprehension carried different weights in predicting reading comprehension at different grade levels. Unlike the early grades, the contribution of language comprehension in later graders was stronger than word recognition. These fmdings may suggest that readers may have reached a certain level of decoding ability before language comprehension gradually takes over in later grades. In this respect, as Hoover and Gou양1 (1 990) speculated, we could assume that the increment of students' dependence on linguistic comprehension over time may not only derive from age itself, but from the overall development of language proficiency as they mature and become skilled decoders.
Even though most research has been conducted with monolinguals, some studies have III.METHOD
Participants
Ninety nine fifth grade students attending a public elementary school in Incheon, Korea, served as participants in this study (forη seven boys and fifty two girls). π1e p때cipants had been learning English as foreign language in school for three hours per week for approximately two years. Although they were at diverse levels ofEnglish proficiency, very few of them were fluent in English to the extent that they could produce extended discourse in speech or writing. However, most ofthem were able to read (decode) English words. Many of the students were also attending private English leaming institutions, and this factor will be controlled for in later analyses.
Measures

1) Reading Comprehension
Students' reading comprehension ability was measured by the subtest of the standardized Gates MacGinitie Reading test (MacGinitie, MacGinitie, Maria, & Dreyer, 2000) . In this subtest, students answered thirty-nine test items in tota!. Each test item was worth one point, and the possible score range was from zero to 뻐rty nine. πlere were ten different reading passages on the test, and each passage comprised three to fOlπ scenes.
Each scene contained two to four sentences, and students were instructed to choose a corresponding picture that represents the depicted scene from three different picture choices. The reported reliability coefficient (Kuder-Richardson) for this subtest is .93.
To measure students' English decoding abilities, the word decoding subtest of the standardized Gates-MacGinitie Reading test (MacGinitie, MacGinitie, M강ia， & Dreyer, 2000) was employed. In this test, a total of forty three test items were included, and each test item was worth a point. Thus the possible score range was from zero to forty 야lfee.
Students were asked to choose a correct word choice that corresponded to the picture shown for each question from four answer choices. For example, for a test item that showed a picture of a bug, the students were expected to pick a correct answer from the choices of 'bug,''bog,''beg' and 'bag.' In other words, the studehts were asked to identify correctly spelled words that depict the given pictures, which assesses their ability to decode and differentiate sirnilarly spelled sets of words. The reported reliability coefficient (Kuder-Richardson) for this subtest is .94.
3) Listening Comprehension
To measure students' linguistic comprehension, one of the school-designed listening comprehension tests which were designed to measure students' English proficiency development on a regu1ar basis, was administered. The test contained thirteen questions, and each test item was worth one point. Thus the possible score range was from zero to thirteen. For each question, students were asked to choose a correct answer among five answer choices after listening to a conversation between two people. Conversation topics for each item were related to everyday conversation including greetings, asking preferences, picture desc디ption， asking for direction, and so on. Cronbach's alpha for this test was .73.
4) English Learning Experience
In order to gain information about the students' English learning experiences, individual interviews were conducted for approxirnately five minutes for each student by πained researchers. Each student was pulled out from their regular English classes, and was interviewed in a quiet area in school. The interview contained questions about their oversea experiences and their past and current English learning experiences through attending any out-of-school private institutions. Regarding the students' oversea experiences, they were asked in which and for how long they stayed in English speaking countries. The students were also asked whether they received or had received any out-ofschool English instruction, for how many hours a week, for how long, and in what mst1tut1ons.
IV. RESULT
In order to first have a closer look at the students' background and literacy variables, descriptive statistics were examined (see Table 1 ). As can be seen in Table 1 , the p하ticipants in this study, on average, had a little less than one-month overseas experience in English-speaking countries, but the standard deviation which was nearly four times bigger than the mean reflected the huge gap among the students -the duration of the stay ranged from no experience to two years. In addition, they reported that they studied English in private institutions before the onset of the study for about 2.42 hours per week, and were studying at the onset ofthe study for about 3.39 hours per week, on average. There was a wide range in the number of hours they spent in learning English out-of-school, both in the past and the present, as it ranged from zero to 13 hours per week.
The students' ability to correctly decode English words also widely varied. on average, .526** .431 ** As seen in Table 2 , the result of the correlation analysis revealed that both decoding skills and listening comprehension were significantly correlated with reading comprehension (r=.53 , p<.OI; r=.43, p<.OI , respectively) . Moreover, students' decoding skills and listening comprehension showed significant correlation with each other (r=.45, p<.OI). Additionally, p따tial correlation analysis controlling for all the background variables was conducted in order to examine the relationship among the key variables while the effects of other factors were controlled for. The results indicated that word decoding and listening abilities were both significantly coπelated with reading comprehension abilities (r=.49, p<.O 1; r=.2 5, p<.05 , respectively), even when the duration of oversea stay and the number of hours studying in private institutes in the past and present were controlled for.
Interestingly, the number of hours studying English in out-of-school settings in the past and at present was not significantly correlated with reading comprehension, whereas the duration of children's overseas experience showed a moderate but significant correlation (r=.28, p<.01) . πlÌs may suggest that the amount of out-of-school English learning may not necessarily relate to the development in the students' reading comprehension abilities.
In predicting English reading comprehension, a set of hierarchical regression analyses was conducted (see Table 3 ). Student's background information (i.e., duration of oversea stay and hours studying English outside school in the past and at present) was entered in the first step to control for their effects, and they together explained about 12% of the variance in reading comprehension. Duration of the students' oversea experiences was a significant predictor of their English reading comprehension (F=8 .41, p<.01) , whereas the number of hours they receive English insσuction outside school did not make any additional conσibution beyond their oversea experiences. Then, decoding and listening comprehension were entered in step 4 and 5, respectively, to examine the unique contribution of listening comprehension to reading comprehension when controlling for decoding skills (see the top panel of Table 3 ). When controlling for the background variables, the students' decoding ability explained an additional 20% of the v따iance (p<.00 1), and listening comprehension ability added approximately 4% (p<.05) of the unique variance beyond the effects of decoding skills. That is, when controlling for the effects of decoding skills, listening comprehension ability was still a significant predictor of reading comprehension, contributing a significant 4% ofthe remaining variance in reading comprehension.
TABLE3
To examine whether decoding ability has any effects on reading comprehension beyond those of listening comprehension, a separate analysis was conducted with decoding ability entered in step 5, and listening comprehension entered in step 4 (see the bottom panel of Hoover & Gou맹， 1990), our findings indicated that both decoding and linguistic comprehension 따e significant predictors of reading comprehension in English. Thus, the simple view of reading framework was confirmed in a foreign language context with L2 learners whose first language is linguistically quite distant from the target language. With respect to our second research question, although both decoding and linguistic comprehension abilities were identified as significant contributors to reading comprehension above and beyond the effects of each other, the students' decoding ability revealed relatively stronger predictive power beyond that of linguistic comprehension.
However, the amount of variance explained by the two key components was relatively small compared to that reported in previous studies. ηlUS， further research that includes other language and literacy factors is warranted in order to generate a more fully developed model ofreading comprehension for Korean EFL learners.
Considering our p하ticipants' age, the findings of this study are disparate from previous studies of English monolinguals, which claimed a bigger role of linguistic comprehension for upper-elementary level students' reading comprehension Proctor et al., 2005) . As speculated before, the increasingly important role linguistic comprehension plays in reading comprehension 잃 one gets older may not be simply related to the effects of age themselves, but instead to the overall development of language proficiency. 까lUS the participants of this study showing less reliance on linguistic comprehension could be thus resu1ting in heavier reliance on decoding skills than linguistic comprehension in reading comprehension, althou양1 they were slightly older than those in Proctor et al.'s (2005) . Although it is not conclusive due to the lack of information regarding the P따ticipants' language proficiency in the two studies, oral language proficiency seems to have affected the differing degrees of relative dependence on decoding and linguistic comprehension skills in reading and comprehending extended texts in L2.
Another interesting finding from the present study is that the students ' English learning experiences outside school contexts did not contribute to their reading comprehension ability, while students' overseas experiences did. This reflects that the English instruction the students receive outside the school may not be providing quality decoding ir1struction or developing their linguistic comprehension to the extent that they can facilitate or contribute to the complex cognitive processes involved in the students' reading comprehension.
Although this study identified the basic key components that play an important role in L2 reading comprehension in a foreign language context, some limitations still remain. It is difficult to conclude whether the students' heavier dependence on Engl
